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ABSTRACT 

The booklet examines issues and strategies in serving 
learning disabled (LD) secondary students. Chapter 1, on program 
development, reviews such program options as varieties of the 
resource room model and self-contained class and examines three major 
factors involved in decisions about program emphases: (1) 
administrative practices, (2) teacher orientation, and (3) student 
characteristics. The second chapter considers three aspects of 
instructional planning: assessment of individual instructional needs, 
student motivation, and classroom organization and student behavior 
management. Research is reviewed in chapter 3 on elements that affect 
student learning and implications are drawn for LD teachers in terms 
of interaction with students, structure of lessons, and learning 
time. Chapter 4 briefly discribes indirect services, such as 
consultation and communication with other teachers. Chapter 5 
concludes the booklet by offering 10 recommendations for LD teachers 
including conducting systematic assessments, stressing motivation, 
and planning instruction carefully. A reference list is provided. 
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1 Designing a Program 
for the Learning 
Disabled Adolescent 



The past decade has seen a tremendous growth in programming for 
adolescents with learning disabilities (LD) as school districts have 
undertaken to comply with the mandate of Public Law 94-142, The 
Education for All Handicapped Children Act of 1975. Some of the 
students in these new programs were in special education LD classes 
while in elementary school but they entered middle school and high 
school still lacking a mastery of basic literacy and/or numeracy skills. 
Other students were not identified as LD until they reached adoles- 
cence and were unable to cope with the complexity of the secondary 
school and its content-subject classes. Whatever the source of the 
population, LD programs at the secondary level have grown dispro- 
portionately to the growth of services for other handicapping con- 
ditions at other age levels (Smith-Davis, Burke, & Noel, 1984). 

Like LD programs at the elementary level, these new secondary 
programs are populated with an ill-defined, diverse set of students 
who may be characterized as passive learners (Torgesen, 1982), lack- 
ing in motivation (Adelman, 1978), underachieving in academic skills, 
particularly in reading (Alloy & Deshler, 1979), with poor social 
interaction skills (Sheldon, Sherman, Hazel, Meyen, & Schumaker, 
1982), poor ability to understand the varied demands of the second- 
ary school (Deshler, Alley, & Carlson, 1980), and poor organizational 
skills (Silverman, Zigmond, & Sansone, 1981). These LD students 
are indeed a heterogeneous group in need of a wide and diverse set 
of curricular interventions. 
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PROGRAM OPTIONS AT THE SECONDARY SCHOOL LEVEL 

In response to the demand for public school services for LD adoles- 
cents, a number of programming approaches, or models, have been 
proposed. These models tend to differ along two broad dimensions: 
(1) the amount of time for which LD students are assigned to receive 
instruction from the special education teacher, and (2) the extent to 
which thecurriculum for these students is "special," that is, different 
from the curriculum offered to nonspecial education students in high 
school. Figure 1 represents these two dimensions for a high school 
that schedules seven class periods per day. The temporal dimension 
of assignment to special education instruction is represented verti- 
cally. LD students may be assigned to the special education teacher 
for no time at all (e.g., zero periods) or very little time (e.g., one 
period) or for an entire school day (e.g., seven periods). The extent 
to which the special education teacher uses a "special" curriculum 
is lepresented by the horizontal axis in Figure 1. Thus, the curric- 
ulum may be completely novel (7 on the horizontal axis), or it maj 
be only a slight adaptation of the curriculum used in the mainstream 
(0 to 1 on the horizontal axis). 

The temporal and curricular dimensions of programs provide a 
useful framework from which to analyze program options. We will 
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briefly review service delivery models for secondary LD students 
currently in use across the country and catalog them within this 
framework. Then we will discuss the factors that influence the se- 
lection of program emphasis for LD adolescents. 

The Resource Room Model — Novel Curriculum 

The most popular administrative arrangement for LD students in high 
school programs is in the resource room model (Dee hler, Lowrey, & 
Alley, 1979) in which students spend one or two class periods per 
day with a special education teacher and five or six class periods 
per day in the mainstream. Often, the curriculum presented to stu- 
dents by the resource room teacher is not typical of what is taught 
in high school, although the LD teacher may make use of high school 
textbooks and information on actual mainstream setting demands. 
The resource room curriculum may include basic skills remediation, 
survival skills lessons, instruction on learning strategies, or some 
combination of these three. This model would be placed on the lower 
right-hand quadrant of the graphic representation of program op- 
tions: it involves up to two periods per day with the special educator 
(Vertical 2) and a very novel curriculum (Horizontal 6) (Figure 2). 

In resource room programs which emphasize remediation of basic 
skills, the argument is made that LD adolescents will not benefit 
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from high school books and assignments if they have not mastered 
certain basic word attack, reading comprehension, writing, or math 
computation skills. Competence in basic literacy and numeracy is 
viewed as a necessity for independent functioning during and after 
high school, and the resource room is viewed as the last opportunity 
for achieving this competence. Instruction in reading, written expres- 
sion, and/or math may be similar to that found in elementary LD 
programs. Emphasis is placed on the use of direct instructional pro- 
cedures and mastery learning (Goodman & Mann, 1976), on designing 
instruction that is explicit and highly intense (Meyen & Lehr, 1980), 
and on utilizing reinforcement strategies to increase motivation (Cox, 
1980). 

In resource room programs which emphasize survival skills (see 
Silverman et al., 1981), at least some portion of the time students 
spend with the special education teacher is devoted to explicit in- 
struction in appropriate school behavior, teacher-pleasing behaviors, 
and study skills. Students are taught to analyze the setting demands 
of the high school and their typical behavioral response* to these 
demands. Then students are helped to learn alternative response 
patterns that increase their ability to cope in the mainstream. Sur- 
vival skills instruction may utilize group counseling techniques or 
group goal-setting and feedback strategies as well as didactic ap- 
proaches. 

In resource room programs which emphasize instruction in learn- 
ing strategies, students learn how to Jearn. Students are shown how 
to "make use of their existing academic skills in a strategically op- 
timal fashion so that content information can be acquired, manip- 
ulated, stored, retrieved, and expressed" (Deshler, Schumaker, Lenz, 
& Ellis, 1984, p. 173). Task-specific strategies, techniques, rules, or 
principles are developed by the resource room teacher or adapted 
from those found in the growing literature on learning strategies and 
taught to the student following a prescribed series of steps (Deshler, 
Alley, Warner, & Schumaker, 1981). Students are encouraged to use 
the strategies while in the resource room and to extend their use to 
task demands of mainstream academic settings. 

The Resource Room Model— Tutoring 

Sometimes the role of the resource room teacher is defined to allow 
for the provision of "back up" instruction to LD students in main- 
stream content subjects. Areas of instruction are usually those sub- 
jects in which the LD student is having difficulty or failing. The LD 
resource room teacher's major responsibility is to help the student 
achieve a passing grade in his or her mainstream classes (Deshler et 
al., 1979). Instructional goals are defined by the course of study each 
student pursues in regular education. There are no special curricu- 
lum materials associated with this approach since the textbooks, 
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worksheets, and assignments of the mainstream teacher are the fo- 
cuses of instruction. This program model belongs in the lower left- 
hand quadrant of the program options graph: No novel curricula are 
taught to the student by the special education teacher (Horizontal 0) 
but the student spends one or two class periods per day being tutored 
by the special education teacher (Vertical 1) (Figure 3). 

Sometimes the tutorial approach is combined with cooperative 
planning (Riegel, 1980) in which the resource room teacher works 
with the mainstream teacher to develop alternative, compensatory 
mechanisms for the LD student to usa in managing his or her regular 
classes For example, the student may be permitted to tape lectures 
rather than take notes (Mosby, 1980), or to have chapter tests and 
final exams administered by the resource teacher in the resource 
room to permit more time, or to have oral presentation of the test 
questions and the answers (Figure 3). 

Self-contained Class — Novel Curriculum 

The third most popular approach to secondary school programming 
(after basic skills instruction and tutoring) identified by Deshler and 
his colleagues in a survey published in 1979 is the Functional Cur- 
riculum approach. Here the major emphasis is on equipping LD 
students to function in society after graduation from high school. 
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The regular curriculum of the high school is deemed inappropriate 
for LD students, so they are assigned to special education teachers 
for virtually the entire school day and are taught a different curric- 
ulum more suited to the students' needs. The new curriculum may 
focus on instruction in consumer information, filling out job appli- 
cation forms, mobility skills, community awareness, and prevoca- 
tional and vocational preparation. This program option would fall 
in the extreme upper right-hand quadrant of the program options 
graph (Figure 4). 

Self-Contained Class— Standard High School Curriculum 

Hartwell, Wiseman, and Van Reusen (1979) have designed a pro- 
gramming option that maintains the same content objectives as the 
regular high school curriculum but varies the mode of presentation 
and the format of instruction to adapt to the special needs of LD 
students. The approach involves changing the conditions and set- 
tings of learning rather than changing the curriculum or the com- 
petencies of the learner. The Parallel Alternate Curriculum makes 
heavy use of film and other nonprint materials for presentation of 
content and alternatives to pencil-and-paper tests for evaluation of 
student progress. 

Because the content coverage matches the mainstream curriculum 
and students spend almost full time with the special education teacher 
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(as many as five periods per day), the Parallel Alternate Curriculum 
would be placed on the upper left-hand quadrant of the graph (Ver- 
tical 5, Horizontal 0) (Figure 5). 

Consultation Model 

In a consultation model of secondary level special education ser- 
vices, the special education teacher works as a consultant to the 
regular education teachers or as a member of the mainstream instruc- 
tional team (Miller & Sabatino, 1978; Lilly & Givens-Ogle, 1981; Idol- 
Maestas, 1983; Evans, 1980; McGlothlin, 1981; Knight, Meyers, Paol- 
ucci-Whitcomb, Hasazi, & Nevin, 1981). In th<> purest applications 
of the consultation model, no direct segregated special education 
services are provided for LD students. Efforts are made to "change 
the system" (Weiderholt & McEntire, 1980, pp. 2-3), rather than 
change the child. Consultants try to get mainstream teachers to adjust 
their instruction and instructional demands to accommodate the LD 
students successfully within their mainstream classes. This model 
belongs on the extreme lower left-hand quadrant of the graph rep- 
resenting the standard curriculum for LD students (Horizontal 7) 
with no time spent with a special education teacher (Vertical 0) 
(Figure 6). 
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Work Study Model 

The work study model emphasizes instruction in job and career- 
related skills and supervised on-the-job experiences as part of the 
school day. Students typically spend half of each day on a job and 
the remainder of the day studying material related to job success. 
The vocational curriculum may be provided by mainstream voca- 
tional educators or by LD teachers trained in vocational education 
for the handicapped. An LD teacher might also serve as a work 
coordinator, obtaining and supervising job placements for the LD 
students. If the job training program is taught by regular educators, 
this program would be placed just below the horizontal axis and to 
the left of the vertical (Vertical 3.5; Horizontal 3.5) to indicate that 
half of each school day is spent in regular education and on a regular 
education curriculum. If job training is the responsibility of special 
educators, the programs would be placed above the horizontal axis 
and to the right of the vertical indicating an alternative vocational 
education curriculum taught for half of each school day by special 
educators (Figure 7). 

A review of Figure 7 illustrates the differences among the program 
models for secondary level LD students. In two programs, students 
spend a lot of tin.e with the special education teacher (Functional 
Curriculum and Parallel Alternate Curriculum). Time in special ed- 
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ucation is more limited in the remaining options. In some of the 
options, the curriculum is very different from that taught in the 
mainstream (learning strategies, basic skills, school survival skills, 
functional curriculum); in others, the special education curriculum 
derives from the mainstream curriculum. How does one choose among 
these models? 

SELECTING AN APPROPRIATE LD PROGRAM 

The choice of how much time students will spend in an LD program, 
or what to teach students once they are there may not be under the 
control of the LD teacher. Many factors influence the decision about 
program emphasis (Alley & Deshler, 1979; Brandis & Halliwell, 1980; 
Goodman & Mann, 1976; Wiseman, 1981). These factors can be grouped 
into three categories: (1) administrative practices, (2) teacher orien- 
tation, and (3) student characteristics. 

Administrative Practices 

Although ideally each high school should have available program 
options ranging from enrollment in a self-contained class for the 
whole school day to mainstream class enrollment for the whole day, 
in reality program choices in any one school tend to be quite limited 



(Cruickshank, 1977; Ryor, 1978). The decision to operate the LD 
program as a resource room or as a series of self-contained, content- 
subject c!asses or as a consultation program is generally made at the 
administrative level. This decision then influences class size assign- 
ments, scheduling of students, and expectations of the school ad- 
ministrative and teaching staffs. Furthermore, if the school 
administrators select a direct service model and leave no time in the 
special education teacher's daily schedule for consultation with the 
mainstream teacher, it is unlikely that the LD teacher will find co- 
operative planning or consultation viable program options. However, 
within the temporal constraints imposed by administrative practices, 
the LD teacher can make curricular choices around the extent of 
"special" education to be provided. 

Teacher Orientation 

The factors that will most influence teachers* choices of curricula 
are their own training and experiences. Many secondary level LD 
teachers were prepared in teacher education programs which em- 
phasized instruction at the elementary level. Strong commitments 
to basic skill teaching may be related to lack of exposure to alter- 
natives. Teachers who have had no training in consultation may not 
opt to include working with mainstream teachers as a component of 
the LD program. Teachers who were prepared as content specialists 
at the secondary level may feel most comfortable in the Parallel 
Alternate Curriculum model or in a resource room tutoring program. 
However, decisions about curriculum and program emphasis should 
not be based upon a teacher's comfort level. Rather, program choices 
should be based on identified student needs. 

Student Characteristics 

The most important factors to be considered in the selection of pro- 
gram options for the LD student are the student's history of special 
education and growth patterns in academic skills before high school, 
the student's and the parents' goals for post-high school, and the 
student's behavioral responses to high school demands. Initially, a 
review of a student's records will reveal the extent of previous basic 
skill instruction in special education and the patterns of growth in 
previous years. If a student has recently been assigned to the LD 
program, or has been in an elementary or middle school program 
but has made steady progress in improving basic skills, the teacher 
would do well to continue with basic skills focus. If, however, the 
student has not made progress in academic skills, that is, has reached 
a plateau in the development of basic skills competence, other cur- 
riculum options may be more appropriate. 

Likewise, if a student enters the high school program with literacy 
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skills at the fifth to sixth grade level, learning strategies could be 
included in the curriculum plan (Deshler et al., 1979). If, however, 
the student's reading levels are considerably below this level, learn- 
ing strategies will probably not be effective. 

Learning strategies combined with tutoring might be selected if 
an LD student is college bound and has basic competencies (to sixth 
grade) in reading and math. A parallel alternate curriculum model 
may be selected for students who are capable of mastering the content 
of high school courses but unable to manage either the format of, or 
the competition in, a mainstream curriculum. Work study or func- 
tional curricula may be more appropriate for students who are not 
college bound and who will want to leave high school with job- 
related skills. 

In selecting program options, the teacher should also consider the 
student's ability to adapt to the demands of the high school setting. 
For students who are getting into trouble with school authorities or 
are not completing school assignments appropriately, training in 
"survival skills" such as behavior control, teacher-pleasing behav- 
iors, and study skills (Silverman et al., 1981) may be appropriate. 

Ideally, any high school program for LD students would be com- 
prehensive and draw upon several models, implementing each com- 
ponent to a greater or lesser degree depending on the administrative 
practices of the school, the teacher's orientation, and the particular 
needs of individual students. This kind of approach was taken by 
Zigmond (1978) in the model program developed for secondary school- 
age students in the Pittsburgh Public Schools and replicated sub- 
sequently in various school districts across the United States. Be- 
cause Zigmond and her coworkers were strongly committed to the 
concept of mainstr earning, they utilized program components from 
the bottom half of Figure 7. They recommended a resource room 
setting fur instruction in basic skills, school survival skills, and learn- 
ing strategies, with time in the resource room limited to not more 
than two class periods each day. They also recommended consul- 
tation/cooperative planning with regular educators as an integral part 
of each LD student's program, and vocational education for LD stu- 
dents when they reached the eleventh grade. The IMPRESS Training 
Manual (1984), developed in Florida and supported by the Florida 
Department of Education, is a second example of an eclectic, com- 
prehensive, secondary-level LD model. It incorporates curriculum 
components from all quadrants of Figure 7: learning strategies, par- 
allel skills, oral and silent reading fluency and remediation of basic 
skills, as well as a parent participation component. 

Such comprehensive models of service delivery are more costly, 
require more training of staff, and more flexibility in the scheduling 
of LD students. However, by making a variety of options available, 
a school district can provide a truly appropriate p~ a individualized 
educational opportunity for each LD high school student. 
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2 Planning for 
Instruction 



The decision about which curriculum components to include in an 
LD student's high school special education program is generally made 
on the basis of data gathered during the referral, classification and 
placement procedures, and a review of student records. The decision 
is reflected in the student's Individualized Education Program (IEP). 
But once broad domains of instruction have been selected, the teacher 
must develop detailed instructional plans for each student. Three 
aspects of instructional planning will be considered here: how to 
assess individual student instructional needs, how to motivate stu- 
dents to attend to instruction, and how tc organize classrooms and 
manage student behavior to maximize classroom control. 

ASSESSMENT OF INDIVIDUAL STUDENT INSTRUCTIONAL NEEDS 

Assessment of individual student needs is central to the. concept of 
an individualized educational program. In such an assessment, data 
are collected on what skills the student has and has not mastered 
and how the student approaches the learning tasks. The results of 
the assessment help the teacher decide where to begin instruction 
within a curriculum domain and how to design learning tasks for 
the student. 

There is evidence to suggest that special education teachers, be- 
cause of their training and orientation, learn a great deal about their 
students just from daily, casual observations of student behavior. 
However, these teacher judgments are not perfect. In fact, recent 
studies have shown that most special education teachers cannot de- 
termine levels of student performance or skill needs accurately enough 




for planning instruction on the basis of casual, unsystematic obser- 
vations alone (Utley, 1982; Fuchs & Fuchs, 1984). Teachers need to 
record data on student errors or correct responses; writing things 
down in some systematic v/ay seems to be an essential element in 
making more accurate evaluations. For this reason, many researchers 
and practitioners are recommending that a formalized assessment 
procedure be utilized by teachers as the basis of their planning effort. 

There are two ways in which teachers can obtain assessment data 
that might be useful in instructional planning: the teacher may use 
formal assessment procedures or informal ones. Formal assessments 
utilize published tests which have very specific instructions for ad- 
ministration and scoring. These tests generally Seld age equivalent 
scores or grade equivalent scores that are based on the performance 
of some sample of students on whom the test was normed. Informal 
assessment procedures utilize teacher-made tests, observation pro- 
tocols, trial teachings, skill checklists, rating scales, or interviews. 
Informal tests are preferred over formal standardized tests because 
the informal tests are curriculum specific, that is, they allow the 
teacher to evaluate samples of student behavior in relation to specific 
instructional concerns. Formal tests, on the other hand, test knowl- 
edge or skills across a whole domain but are not specifically related 
to a single curriculum. Informal assessments focus on student 
achievement in relation to the demands of the environment rather 
than in relation to a norm group. They also allow for maximal ad- 
aptation of administrative procedures, content, materials, and scor- 
ing criteria to meet the needs of particular assessment situations 
(Bennett, 1982). Formal tests, administered properly, do not allow 
the same flexibility. 

To carry out an informal assessment, teachers may opt to use direct 
systematic data collection techniques. Systematic classroom obser- 
vation of specific student behaviors is especially useful in under- 
standing instructional needs regarding social skills, work habits, 
appropriate classroom behaviors, self-help skills, and job perfor- 
rr ance. Direct systematic observations have the advantage of assess- 
ing behaviors in the settings in which they occur, rather than in an 
artificial environment. But the teacher needs to be careful to specify 
the behaviors to be observed and to develop observation protocols 
and record forms on which to record and summarize findings if the 
information collected is to be useful in planning instruction (Keller, 
1983). 

Another way to collect informal assessment data is to provide the 
student with a task to complete and to analyze both student behaviors 
while doing the hsk and student error patterns on the final product. 
Zigmond, Vallecorsa, and Silverman (1983) propose a 12-step strat- 
egy for this type of assessment for instructional planning and rec- 
ommend its use particularly when academic skill performance data 
are sought. Their procedure appears to be "formal," because it is 
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systematic and orderly. But it is an informal assessment procedure 
utilizing teacher-made and curriculum-embedded tests and placing 
heavy emphasis on evaluating student performance rather than on 
final test scores. It also calls for considerable preliminary decision 
making and planning before any tasks/tests are administered. In the 
first five steps of the 12-step strategy, the teacher decides what cur- 
riculum area is to be assessed, develops a skill hierarchy to represent 
thatcurricular area, decides where along the hierarchy to begin the 
assessment, and selects or develops an appropriate criterion-refer- 
enced assessment. Administering the assessment is step six in the 
strategy. Steps seven, eight, and nine involve the teacher in evalu- 
ating student performance and analyzing error patterns. The outcome 
is a guess about skill deficits that is tested out in step 10 using 
informal probes. In steps 11 and 12 the teacher converts assessment 
information into instructional plans. 

The approach of Zigmond and her colleagues relies on systematic 
error analysis of student responses on the tasks that the student is 
given during the surveys (step six) and the probes (step 10). Teachers 
can also employ systematic error analysis of classroom work samples 
to obtain meaningful data on whether their instructional program is 
working. At best, program planning decisions based on initial as- 
sessments are hypotheses; frequent, direct measurements of student 
classroom performance tell the teacher if the instructional decisions 
that were made on the basis of the preliminary informal assessments 
v ere correct. Mirkin, Fucns, and Deno (1982) have developed a very 
useful model within which teachers can design their own direct and 
frequent measurement system. Tho model guides the teacher's de- 
cisions on what to measure, how to measure, and how to use the 
data to make instructional programs more effective. Their data show 
that the use of direct and frequent recording of student performance 
by the teacher can lead to significant improvements in skill acqui- 
sition. 

In 1976, Morrissov and Seminal noted that "the teacher's ability 
to make decisions, probably more than any other variable, affects 
how and what the child will learn" (p. 14). Assessment of student 
instructional needs and student responsiveness to instruction can 
contribute significantly to the quality of the teacher's decision mak- 
ing. Assessment of individual instructional needs should have a 
central place in the LD program. It can have a profound impact on 
the educational achievement of LD students at the secondary school 
level. 



MOTIVATING STUDENTS TO ATTEND TO INSTRUCTION 

A critical area to consider when planning to teach LD adolescents 
is motivation. The best made decisions about what to teach and the 
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most skillful applications of how to teach will only be successful if 
the targeted students are motivated to learn. While this concept ap- 
plies to students in general, it is especially important for secondary 
LD students for whom learning, and school in general, have been 
frustrating and unrewarding experiences. Traditional school moti- 
vators like teacher praise and grades may not be effective with these 
students (Marsh, Gearheart, & Gearheart, 1978). Instead, high school 
LD students need to be motivated to engage in learning tasks through 
careful selection of teaching materials and tasks or by giving students 
reasons for trying once again to learn something academic (Marsh et 
al., 1978). 

We recommend that secondary LD teachers design lessons that 
draw on ftudents' interests, are mature in content, pragmatic, and 
have success built into them. LD adolescents are at a stage in their 
development where they are increasingly interested in v/ho they are 
and in what is happening to them. They tend to enjoy materials or 
subject matter that deal with being an adolescent. Teachers can cap- 
italize on this interest. 

The idea of using students' interests in selecting materials or sub- 
ject matter is not new. Teachers have often reported success with 
adolescents when teaching them to read using a driver's training 
manual, a car mechanics magazine, or stories about sports, fashion, 
dating, or family problems. But this approach can also be applied to 
other instructional areas. Written language activities in which stu- 
dents write about their feelings and opinions in letters, journals, or 
autobiographies may prove more motivating to students than the 
more traditional writing exercises. Math skills can be taught through 
students' interests in sports (computing batting averages) or fashion 
(developing clothes allowances). Spelling lessons which permit stu- 
dents to select words they want to know how to spell are often more 
successful than those which utilize a basic spelling list. Trying to 
motivate s tudents by using their interests may not be possible in 
every teaching situation, but it is often an effective way tc get stu- 
dents involved in learning. 

In addition to being motivated by materials that deal with ado- 
lescence, LD high school students appreciate subject matter that seems 
mature, especially when, by contrast, the skill levels at which they 
are working may be rather elementary. Reading the newspaper, read- 
ing about careers, waiting checks, figuring out t^x forms, and com- 
pleting job applications are among the many adult-like tasks that can 
be vehicles for basic skills instruction. The maturity level of the topic 
may also contribute to a more positive student self-image. 

To help with the selection of teaching materials and tasks, LD 
teachers should take the time to find out what students find inter- 
esting. Teachers can use formal interest inventories or simply engage 
the students in social conversations. Both procedures n*>t only pro- 
vide the teacher with invaluable information but also show the stu- 
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dents that the teacher considers their interests important and 
worthwhile. 

In addition to motivating secondary LD students by using their 
interests, LD teachers should make it clear that the skills being worked 
on are useful. Learning seems more "legitimate" to students at the 
secondary level if they can be convinced that: 

1. They need the skills to get a job. 

2. They need the skills to perform on a job. 

3. They need the skills to survive as an adult. 

4. They need this particular skill before other, more desirable skills 
can be learned. 

5. They need the skills to be mainstreamed into a particular regular 
class. 

6. They need the skills for college or some type of postsecondary 
training. 

7. They need the skills to complete the courses and earn the credits 
required for high school graduation. 

8. They need the skills to enjoy or participate in a desired leisure 
time activity. 

9. They need the skills to function like their normal peers. 

10. They need the skills to participate in extracurricular school ac- 
tivities. 

Students can be made aware of these reasons for learning through 
group or individual discussions. Frequent reminders of why learning 
is important maybe needed. Whenever possible, students should be 
given opportunities to see how the acquisition of skills or knowledge 
has benefited other students in the LD program or students who have 
already graduated from the program. A few encouraging comments 
from a respected peer are often more worthwhile than a lecture from 
the teacher; they help students realize that others with similar dis- 
abilities have been able to learn and succeed. 

Since previous attempts at learning have often been unenforcing 
experiences for LD students, teachers need to find ways to reward 
students immediately for initial efforts to perform academically. Stu- 
dents then may begin to find the learning process less onerous and 
may become encouraged to continue trying. While traditional rein- 
forcers may not be effective with this population, more unusual 
reinforcers are (Belcastro, 1977; Dolly & Pittman, 1976; Egner, 1974; 
Marsh et al., 1978). These reinforcers include: 

1. Tokens for achievement. 

2. Self-recording or charting of academic progress. 

3. Grades in school tied to allowances at home. 

4. Time to spend in a game center or recreational activity. 

5. Time to play tapes or records. 
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6. Opportunity to schedule when academic lessons take place. 

7. Use of a "bank account" to buy privileges or free time. 

8. Tangible reinforcers such as fast food coupons, magazines, and 
movie tickets. 

9. Exemption from an additional assignment or homework. 
10. Extra time for lunch or for a break. 

Teachers usually use these reinforcers on an individual basis, but 
teachers may also want to consider using some form of group con- 
tingency to capitalize on the influence of peers and peer pressure 
among adolescents. For example, several teachers we know have 
successfully uped a timer which is set to go off at random intervals, 
and have then rewarded the whole group if all or most of the students 
are on task when the timer rings. Other teachers have set individual 
academic goals for students, yet have provided reinforcement only 
if everyone in the group reaches his or her individual goal. 

With either individual or group reinforcements, teachers need to 
view the provision of reinforcers along a continuum. At first, students 
may need to be reinforced frequently for their efforts to learn. Grad- 
ually, it may be possible to withdraw extrinsic reinforcers because 
as students experience success they will become more internally 
motivated to learn. 

ORGANIZING THE CLASSROOM AND MANAGING STUDENT 
BEHAVIOR TO MAXIMIZE CLASSROOM CONTROL 

Before there can be successful instruction in an LD classroom at the 
secondary level (or, for that matter, in any classroom at any level), 
the teacher must have things under control. Students cannot learn 
and teachers cannot teach amidst chaos. Control is especially im- 
portant in a special education classroom because, unlike most sec- 
ondary classrooms, the secondary special education room is a place 
where more than one type of instructional activity is likely to be 
going on at any given time. Because of the variety of instructional 
activities that will need to be planned, the LD teacher will have to 
develop an organization and management system. Each teacher's 
system will be different because it will reflect that teacher's unique 
instructional style as well as the particular needs of his or her stu- 
dents. 

In this section we will discuss organizational issues such as struc- 
turing the classroom environment, scheduling student and teacher 
time, establishing classroom routines, and collecting and maintain- 
ing classroom records. We will conclude this section with a discus- 
sion of behavior management strategies that can be used to avoid 
and avert discipline problems that interfere with the instructional 
process. We will begin by reviewing some general practices that 
undergird any teacher's approach to classroom organization. 
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Guidelines for Classroom Organization and Management 

1. Keep classroom procedures as simple and easy as possible. A 
teacher's time and energy should not be used up in "directing 
traffic" or completing paperwork. Teacher time is best spent in 
delivering instruction. If recordkeeping systems or reward sys- 
tems are overly complicated or difficult to complete, both the 
teacher and the students will be reluctant to use them. If the 
number of rules that students must follow are limited to those 
that are essential to personal safety and courtesy, students will 
be more likely to remember them, to feel that the teacher is being 
reasonable, and to follow them. 

2. Develop recordkeeping systems that serve more than one purpose. 
Secondary special education teachers do not only have their own 
needs to consider. They must also adhere to their school's policies 
and to state reporting regulations. Therefore, it is advantageous 
to coordinate these various responsibilities. Designing student 
assignment sheets that can also fulfill the school's requirement 
for lesson plans helps. Using a grading system that incorporates 
recordkeeping on progress in academic work and behavior man- 
agement can reduce the number of forms a secondary LD teacher 
may have to complete. 

3. Involve the students in the management of the classroom when- 
ever possible (Long & Frye, 1977). Students at the secondary level 
need to learn to use and control their own environment. By having 
students take attendance, or correct their own or their peers' as- 
signments, teachers can save themselves considerable time and 
provide their students with valuable experiences. 

4. Be consistent in adhering to classroom procedures. Once routines 
have been established for securing assignments and for turning 
in completed work make sure that students know that they will 
be expected to follow the procedure at all times. Then, be con- 
sistent in demanding and reinforcing compliance. This consis- 
tency helps to reduce any confusion or uncertainty that students 
may have. When students know what to expect they feel more 
secure within the classroom setting. In fact, it is a good idea to 
introduce and institute the classroom routines at the very begin- 
ning of the year and, to the extent possible, maintain them 
throughout the school year. 

5. Establish priorities for the use of planning time. Lesson planning, 
recordkeeping, and other paperwork need to be scheduled so that 
they can be completed within a reasonable time frame. However, 
it will not be possible to do everything at the same time. Determine 
what are the more critical responsibilities and what can be put 
off to a later date. Setting priorities and scheduling time during 
which a few tasks are accomplished each day can save the teacher 
from feeling overwhelmed. 
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6. Base classroom management strategies on the needs, behaviors, 
and characteristics of the students in the LD classroom (Sabatino, 
Sabatino, & Mann, 1983). The procedures used by the previous 
teacher or observed in use by other teachers may not be applicable 
to the group of students who now comprise a particular instruc- 
tional group. Management strategies must take into account the 
students' interests, their attention span, and their ability to get 
along with one another. LD secondary teacbera need to find man- 
agement strategies that not only work well but that are comfortable 
for them and for their students. 

7. Adhere to the policies and procedures of the school. The daily 
schedule for special education students should not conflict with 
that of the rest of the school. School regulations regarding ab- 
sences and tardiness should not be compromised by the LD teacher. 
Not only does this help the LD teacher in his or her relationships 
with the rest of the high school faculty and with the administrative 
staff, but it also helps the students know that the LD program is 
an integral part of the school. 

Organizing the Environment, the Students, and the Teacher 

With these principles in mind, the teacher must set about organizing 
the room, the students, and himself or herself to maximize control. 
Tasks include structuring the physical space of the classroom, sched- 
uling student and teacher time, and establishing classroom routines. 
These planning activities support the instructional program and make 
the classroom "work." 

Structuring the CJassrooom Environment 

LD adolescents and their teachers can be influenced by the classroom 
environment. The physical plan of the classroom can help or hinder 
the LD teacher in maintaining a good working atmosphere. Therefore, 
the LD teacher needs to consider what would be the most practical, 
as well as attractive, »irrangement of the room. Most teachers find it 
useful to: 

1. Request a room within the mainstream of the school. 

2. Arrange desks, work tables, file cabinets, study carrels, and book- 
shelves so that there are areas for teacher directed activities, in- 
dependent work, and "special projects," and so thct students can 
move about the room from one activity to another with minimal 
disruption of other students' work. 

3. Place instruction materials and supplies where they can be re- 
trieved easily by the students. 

4. Designate wall space throughout the room on which to display 
student work, appropriate posters, pictures, slogans, school news, 
and announcements. 
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5. Arrange student seating to take into consideration the number of 
students in the room at one time, the way they interact, and the 
type of instructio i that will be provided to them. 

6. Place the teacher's desk so as to facilitate constant visual super- 
vision of the room and students. 

7. Avoid creating areas out of the teacher's view where students can 
get into trouble. 



Deciding on an effective classroom arrangement may take time 
initially, but it is worth the effort. A disorganized classroom can 
hinder good instruction and prevent learning. The LD room should 
be neat, attractive, and organized so that the environment is con- 
ducive to hard work and learning. 

Scheduling Teacher and Student Time 

Two basic types of instructional activities go on in an LD classroom: 
teacher directed instruction and independent seatwork. These activ- 
ities serve different purposes. The introduction of new material is 
best accomplished with teacher direction, while drill and practice 
of skills can take place during independent seatwork. In planning 
for instruction, teachers must consider the particular learning needs 
of each student and choose the type of activity which best facilitates 
continued progress toward instructional goals. The balance between 
teacher directed and independent activities prescribed for a given 
student will depend on the individual needs of that student although, 
for reasons we will give in a subsequent section of this monograph, 
for most students the schedule should favor teacher directed activ- 
ities. 

Scheduling of teacher and student time is one of the most im- 
portant planning tasks of the LD teacher. The schedule should be 
practical and sensible but also flexible. First, the teacher should 
decide with whom he or she will spend time in direct instruction 
and for how long. Then the teacher should assign appropriate in- 
dependent practice activities to the remaining students in the class. 
Flexibility in the schedule would allow for a shorter or longer teacher 
directed lesson depending on the responses of that instructional 
giuup and on the capabilities of the students who are working alone. 
Classroom routines should already be established so that the LD 
students can settle down to work without wondering what will hap- 
pen next. Routines are an important part of the smooth functioning 
of any classroom (Leinhardt, Hammond, Weidman, & Figura, 1984). 

Establishing Management Procedures 

To make the schedule run smoothly, teachers should develop pro- 
cedures that let the students know what they are to do, when to 
change activities, what to do if they need help, and what to do when 
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their work has been completed. Here are some suggestions for de- 
veloping these procedures. 

1. Letting students know what to do. As students enter the LD sec- 
ondary classroom they need to find out what their assignments 
are and whether they are to be working independently or with 
the teacher. Teachers could wait until all students are in the room 
and have settled down, then announce to the class how instruc- 
tion that period will be organized for each student. Or, each stu- 
dent could pick up a work folder as he or she enters the class; a 
schedule or checklist in the folder would outline the tasks for the 
period. Or, students could report to a particular work station each 
day; a task card at the work station would indicate the list of tasks 
to be completed that period. Or, the teacher could establish a 
standard routine that, after a few weeks, needs no explanation. 

2. Telling students when to change activities. Some teachers use a 
timer to indicate when students are to move on to the next activity. 
Other teachers find that scheduling activities into 15- or 20-min- 
ute time blocks is appropriate. Still others require students to 
complete an assignment before moving on, regardless of how much 
of the period it takes; students change activities when they are 
ready to do the next task. 

3. What students are to do if they need help with their seatwork. 
Students need to know how they go about asking the teacher (or 
peers) for assistance without interrupting the teacher directed 
activities going on elsewhere in the room. To get help, a student 
coul 4 write his or her name on the board, take a number, or raise 
his g* her hand. Whatever the system, timely breaks are needed 
in the teacher directed instruction to allow the teacher to attend 
to students who need help, and students need to have specific 
instructions about what they are to do while they are waiting for 
assistance. 

4. What students are to do when they finish a task. Students need 
to know if they are to correct their own work (and if so, where 
the answer keys are kept), if they are to go on to another assign- 
ment, of if they may spend time in a "free time" activity while 
waiting for the rest of the class to get to the "change activity" 
point. 

By establishing these classroom procedures, the LD teacher can 
provide an organizational framework that is efficient, conducive to 
learning, and that will also promote appropriate classroom behavior. 

Developing and Maintaining Classroom Records 

Since LD teachers need to keep records on many aspects of a student's 
educational program, their recordkeeping system needs to be as ef- 
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ficient as possible. Teachers should keep the numbers and kinds of 
forms to a minimum. All pertinent information on a student should 
be kept in one place so that it is readily accessible. 

Most LD teachers use a file system to keep records on each of their 
students. An alternative would be to use a separate notebook or folder 
that contains all information on a particular student. Using different 
colored paper helps to organize various types of student data. Re- 
gardless, there are three critical features to any recordkeeping system. 
First, the teachers must be able to record accurately and efficiently 
all pertinent student information. Second, the teacher should not 
have to write the same information more than once. Third, the teacher 
should be able to retrieve recorded information quickly for use in 
planning or for sharing with parents, the student, or other educators 



Managing Student Behavior 

A sound behavior-management system is a critical component of a 
special education classroom for LD adolescents. While the focus of 
an LD classroom is generally on instruction, behavior problems may 
have to be considered and dealt with before instruction can be ef- 
fective (Mann, Goodman, & Wiederholt, 1978). This requires that the 
LD teacher learn how to prevent behavior problems, understand why 
they occur, and know what to do to solve them. 

To prevent behavior problems, teachers should establish the rules 
and regulations that govern students while they are in the classroom. 
The decision about what these should be needs to be made before 
the beginning of school so that the rules can be presented to students 
as soon as they begin their program. Rules should be written and 
posted, then discussed with each student individually. This will 
serve to clarify any questions or misconceptions about the kind of 
behavior that the teacher expects. Rules should include common 
school-appropriate behaviors such as being on time, using proper 
language, and not talking out in class. In addition, teachers may want 
to add specific rules that reflect some of their personal preferences 
or management concerns. The important thing is that there are rules 
that are reviewed often, and that the consequences for breaking the 
rules are specified. In this way, students will know what the limits 
are and what will happen if these limits are violated. 

A second way to prevent behavior problems is for LD teachers to 
get to know and understand their students. Spending time reviewing 
a student's permanent folder, psychological report, and anecdotal 
records can provide useful information regarding the student's be- 
havior and his or her responses to " arious school related situations. 
Teachers can begin to recognize or anticipate academic and/or social 
situations that are frustrating or stressful to a particular student. 
Avoiding these situations whenever possible or structuring the en- 
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vironment to lessen their impact can do much to help prevent out- 
bursts of undesirable behavior. 

Teachers can also observe the students as they struggle with new 
learning and watch and listen to them in social encounters to de- 
termine the kind of structure and pacing they may need in order to 
act appropriately in class. Behavioral characteristics of students such 
as their attention span, frustration ievel, and reinforcement needs 
will become apparent after a period of observation. With prior knowl- 
edge of these characteristics the teacher can design more appropriate 
instruction. 

A third way of preventing behavior problems involves establishing 
a "work-like" atmosphere. By this we mean that students know that 
the special education room is a place where serious work is to be 
accomplished. It is not simply a "break" from the regular education 
class schedule. Students also nesd to know that "work-like" behavior 
is expected in the LD room, and that certain routines and procedures 
must be followed. Providing students with enough work to keep them 
busy and making them accountable for its completion indicates to 
students that they are responsible for meeting deadlines and that 
their work will be reviewed and evaluated regularly. Students also 
need to realize the importance of practicing good work habits so that 
getting started on work and seeing it through to its completion be- 
come automatic responses. Not only will these behaviors prevent 
behavior problems, but they will also prepare the students for main- 
stream classes and for future employment. 

Although teachers can do a great deal to prevent behavior prob- 
lems, some will still occur. Before trying to solve these problems, it 
is important that teachers understand the reasons behind the inap- 
propriate behaviors. Zigmond, Brownlee, Laurie, and Stanek (1981) 
identified several reasons for inappropriate student behaviors: 

1. Students are imitating or modeling behavior they have observed 
somewhere else. They have learned bad habits in the same way 
that they have learned good ones. 

2. Students are receiving some kind of "payoff" or reward for the 
display of undesirable behavior. If they were not being rewarded, 
such behavior would not continue. 

3. Students are receiving attention from the teacher or from their 
peers. This attention, even if it is negative, may be reinforcing to 
students who have not learned how to get attention in more pos- 
itive ways. 

4 Students are avoiding doing what they have been assigned to do. 
The behavioral disruptions are a more desirable activity than lis- 
tening to instruction or working on assignments. 

5. Students are not aware of the classroom rules or of the teacher's 
expectations. They may not be picking up subtle clues from the 
teacher that they are misbehaving. 
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6. Students are not concerned with the rewards or the punishment 
that have been specified by the teacher regarding misbehavior. 
They may not view the consequences as important or as valuable 
enough to warrant positive behavior or self-control. 

This list is certainly not complete. It outlines only the most common 
causes of misbehavior. Teachers are encouraged to use this list only 
as a point of reference and to add to it as individual and unique 
reasons for misbehavior arise. The point is that there is always a 
reason why a student is misbehaving and that understanding the 
reason is the first step toward solving the problem. 

Once the reason for the misbehavior is understood, teachers must 
set about correcting the behavior problem. To do that, Z:gmond et 
al. (1981) suggest that teachers answer several critical questions: 

What is the student doing that is inappropriate? 
When is the student displaying the inappropriate behavior? 
How often does the inappropriate behavior occur? 
What are the payoffs or rewards the student is receiving for main- 
taining this behavior? 

To get the answers to these questions the teacher may have to take 
direct observational data on the student's behavior for several days. 
(See Xerr & Nelson [1983] for very good examples of how to do that.) 
Once the teacher has the data, he or she will also have a clear picture 
of the behavior problem and some clues for figuring out how to 
proceed. 

Several options for correcting less severe types of behavior prob- 
lems can be readily implemented (Zigmond et al., 1981): 

1. Restate the rules and the consequences to the misbehaving stu- 
dents. Students who may not have intentionally violated an es- 
tablished classroom rule may simply need this kind of reminder. 
By indicating what a more appropriate behavior would be, the 
teacher can help these students understand why their behavior 
was inappropriate. 

2. Restructure the environment so that the misbehavior will be less 
likely to occur. Changing a student's seat or providing a visual 
clue when a student begins to misbehave can correct some be- 
havior problems and can demonstrate to the student that the teacher 
is willing to help him or her overcome the difficulty. 

3. Ignore inappropriate behavior if it seems the student is misbe- 
having in order' to get attention. This strategy will work only if 
the student's peers also ignore the inappropriate behavior and if 
the student receives attention when appropriate behavior is dis- 
played. 
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4. Punish the student for misbehaving. The negative consequence 
delivered must be meaningful to the student, must be delivered 
immediately, and must be explained to the student so it is clear 
why the punishment is being administered. 

When the four strategies just mentioned do not work, teachers 
need to begin teaching the student a new behavior which can replace 
the inappropriate one. Doing so takes more time and planning but 
the results can } e quite successful if certain steps are followed (Zig- 
mond et al., 1981): 

• Define the new behavior that the student is to perform. Be specific 
about what the student is to do and when the behavior is to be 
displayed. Break a long-term goal into smaller subgoals and focus 
initially on having the student work on one subgoal at a time. 

• Identify the kinds of rewards that can be used to reinforce the 
performance of the new behavior. Specific rewards, whether things, 
privileges, or social activities, will need to be selected on an in- 
dividual basis. The reward used must be of value to the student 
and must be realistic in terms of how much of the teacher's time 
or energy is needed to deliver it. 

• Determine how to give the student the selected reward. Consider 
how often it needs to be delivered and exactly what the student 
needs to do in order to get the reward. Initially, accept and im- 
mediately reward imperfect attempts at the new behavior. As the 
student becomes more adept, the standards can be raised and more 
accurate displays of the new behavior can be expected. At some 
point, the frequency and immediacy of the rewards should be 
decreased so that the students begin to view the behavior itself as 
valuable. More intangible types of reinforcers, like praise or ap- 
proval, can then be substituted for the more concrete rewards that 
may have been needed initially. 

If these steps are followed and if the rewards are appropriately 
administered , teachers should begin to see the students making prog- 
ress in controlling their behavior. If not, and we realize that this is 
possible, teachers may want to consider seeking help of an additional 
professional. This outsider could be another teacher, a counselor, an 
administrator, or the school psychologist. Often, an objective third 
party who has observed the student's behavior and who understands 
the situation can offer sound advice. His or her involvement alone, 
even if it just includes talking to the student about the behavior 
problem, may help to alleviate the situation. 

In addition, at the secondary level, students should be involved 
in planning and managing their own behavior modification program 
(Mann et al., 1978). Any attempt which lets students know that they 
are responsible for their own behavior is worthwhile. We view both 
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the seeking of outside support and the inclusion of the student in 
deciding what to do as constructive, positive, and caring approaches 
to dealing with adolescents whose behavior is interfering with their 
own learning or the learning of their peers. 

Behavior management is one of the most important responsibili- 
ties of LD teachers. Steps should be taken to prevent behavior prob- 
lems. But when problems do occur, a carefully planned and sensible 
approach will prove effective and will increase the chances a student 
has to learn. 
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3 Organizing Instruction 

to Maximize 
Student Learning 



Much has been written about how to teach learning disabled students 
(Alley & Deshler, 1979; Lerner, 1976; Miller & Davis, 1982; Smith, 
1983). In this section we will not restate these discussions. Rather, 
we will review what we have learned from research about significant 
variables that affect adolescent learning. Most of this research has 
been carried out in mainstream secondary settings with regular ed- 
ucation students, and the findings have not found their way into 
very much of the LD literature. We believe, however, that this re- 
search is applicable to the LD setting and that teachers who incor- 
porate these findings into their instructional plans are likely to develop 
better instructional programs for their students. 

The primary job of any teacher is to structure and deliver instruc- 
tion so as to maximize student learning. How instruction will pro- 
ceed and whether the students will benefit from it depend on the 
decisions the teacher has made regarding elements in the teaching 
process that are known to affect student learning. These elements 
include time for student learning, teacher-student interactions, and 
lesson structure. This section provides a review of this research and 
its implications for the LD teacher. 

MAXIMIZING THE TIME FOR STUDENT LEARNING 

Research results have confirmed what good teachers have long known 
intuitively: what students learn from their classroom experiences 
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depends on what they do during class time. This means that to 
maximize students' learning, students must be present for instruc- 
tion, on task, and actively involved in learning. None of these is easy 
to achieve at the high school level. 

Absence from school is a serious problem among high school 
students in general but particularly among learning disabled students 
(Zigmond, Levin, & Laurie, 1985; Zigmond, Kerr, Brown, & Harris, 
1984). Stallings (1981) reported a number of strategies which can 
help reduce absentee rates at the secondary level (Stallings, 1981; 
Needels & Stallings, 1975). She suggests students are less likely to 
be absent if they perceive the classroom to be friendly and if they 
perceive the teacher to have high expectations for students. Absentee 
rates are reportedly also lower in classrooms where the teacher pro- 
vides a lot of verbal instruction and where instruction is given to 
groups of students instead of one-on-one. 

Getting students to come to school is the first step in providing 
them with opportunities to learn. The second step is to get them 
engaged in learning tasks. Since students have only a limited amount 
of time in any classroom, teachers have to organize time in a way 
that maximizes the amount of time students spend on their work 
and minimizes the amount of "down time." 

Unfortunately, teachers cannot always manage to do this. We have 
found that a considerable portion of LD students' time is spent wait- 
ing for assignments or equipment, getting ready to work, straight- 
ening up after completing assignments, and being cff task (Kohnke, 
Zigmond, & Miller, 1985; Zigmond et al, 1984). Others have found 
that classroom time can easily get taken up by transitions (Brophy 
& Evertson, 1974), the management of materials (Cooley & Leinhardt, 
1980), or the management of student behavior (Brophy & Evertson, 
1974). Research findings suggest that students make greater academic 
gains in activities (Brophy & Evertson, 1974). So, it is important that 
the LD teacher be vigilant about how class time is being spent and 
schedule as much working time as possible during each class period. 

Of course, the amount of time scheduled for a specific learning 
activity is not what is important. It is the amount of time that students 
actually spend on the task that relates to achievement (Cooley & 
Leinhardt, 1980). We have already discussed the importance of hav- 
ing learning activities at the right level of difficulty for the students 
and the usefulness of informal assessments to determine skill needs. 
This will increase rates of on-task behavior. We have also described 
ways of motivating students to maintain their interest in and com- 
mitment to learning. There is also some research evidence to suggest 
that students learn more in classrooms where there are fewer dis- 
ruptions (Coker, Lorentz, & Coker, 1976). Therefore, to encourage 
high le ,els of on-task behavior, teachers need to select tasks carefully 
(using appropriate informal assessments to determine level), moti- 
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vate students to stay engaged, and manage disruptions efficiently so 
that student work is not interrupted. 

There is general agreement that more learning will take place if 
students are not simply engaged, but actively involved, in instruc- 
tion. Active participation may be defined as the consistent engage- 
ment of the minds of all the students, all the time with what is being 
learned (Pittsburgh Public Schools, 1985). The Hunter model (1974) 
proposes that learning tasks be planned which require as much overt 
participation by the student as possible. Discussion activities or ques- 
tioning sessions are a direct means by which the teacher can en- 
courage active student involvement. Covert activities such £S listening, 
silent reading, or independent seatwork assignments need to be fol- 
lowed up with overt participation tasks, such as putting answers on 
the board or answering questions orally. 

It is not only the students who need to be actively involved in 
the learning process. The teacher's direct involvement with students 
is also a significant variable in student learning. Students are known 
to achieve more in classes where they spend most of their time being 
actively taught or supervised by the teacher rather than working 
independently (Good & Brophy, in press). A study of remedial read- 
ing students at the secondary level (Stallings, 1981) compared class- 
rooms of teachers whose students made high gains with classrooms 
of teachers whose students made low gains. The low-gains class- 
rooms were typically those in whirh students worked independently 
on silent reading or written seatwork activities. Conversely, those 
classrooms which were organized into discussion, oral review ac- 
tivities, and oral reading activities showed highest student gains 
(Stallings & Kaskowitz, 1974; Sear, 1973). Frequent interactions with 
th° teacher and active instruction from the teacher have been shown 
to be of particular importance for low-achieving students (Stallings, 
1980a, 1980b, 1981). 

These findings have several implications for the LD teacher. First, 
the teacher should plan more activities that provide direct instruc- 
tion to students and fewer activities in which students are in charge 
of their own instruction or practicing independently. Second, the 
teacher should distribute direct instruction time to more students 
more of the time. 

LD teachers have always been strongly committed to individual- 
ized, one-to-one instruction. This may not always be the most effi- 
cient distribution of the teacher's resources. A number of studies 
which have addressed the question of the efficacy of one-to-one 
instruction have found no evidence that it is superior to the othe* 
methods of remedial education (Cooley & Leinhardt, 1980; Leinhardt, 
1977). Zigmond and her colleagues (Zigmond et al., 1984) have shown 
that when the LD secondary teacher organizes the resource room for 
one-to-one instruction, each student gets only about 5 minutes of 



36 



instruction from the teacher each 45-minute class period for perhaps 
10 minutes of teacher directed instruction every other day), with the 
remaining time being spent in independent, self-directed practice 
tasks. 

In the classroom where the teacher is occupied with one individ- 
ual at a time, the other students are invariably left to work indepen- 
dently. To provide LD students with more teacher directed instruction, 
small group instruction will have to replace the one-to-one format. 
This does not necessarily mean that instruction should not be adapted 
to meet individual needs. However, the research findings suggest 
that such adaptation should be carried out in the context of teaching 
a small group. This is easiest if groups are developed which contain 
several students who are working on the same or similar skills. Through 
this kind of grouping, one teacher in a high school special education 
class increased student time in teacher directed instruction from an 
average of 9% of student learning time when instruction was deliv- 
ered one-to-one, to 42% of student learning time with grouping (Zig- 
mond, 1984). This teacher felt that she was still able to adjust to the 
individual needs of her students during group instruction by con- 
tinuing to monitor individuals during the practice portion of each 
lesson. 



INTERACTING WITH STUDENTS 



One of the critical elements in teacher directed instruction is the 
interaction between teacher and students. This interaction has been 
the focus of many recent research efforts. Studies have shown that 
the way teachers interact with students can affect the students' at- 
titudes toward school, the students' achievements, or both. Appar- 
ently simply talking with students can have a positive impact on 
their achievements (Stallings, 1975). 

A teacher who is continually interacting with students is in touch 
with the students' level of comprehension. By talking, listening, and 
becoming more involved in monitoring student activities, teachers 
can assess the level of on-task behavior of the students and take 
immediate, brief corrective action if it drops too low. A quick ques- 
tion or show of hands lets the teacher know who might be having 
trouble with a concept and who might be ready to move on to in- 
dependent practice A teacher who is talking to students, asking them 
questions, and listening critically to their answers is likely to detect 
problems at an earlier stage than a teacher who is not interacting 
with students. The interacting teacher is in a much better position 
to monitor and tailor instruction according to the needs of the stu- 
dents. 

Finally, the teacher who is interacting with students is likely to 
provide more feedback to students regarding their performances. 
With more feedback, students are less likely to practice errors and 
are more likely to continue with the learning task. 




Because LD students need instruction that is constantly monitored 
and adjusted, instruction in which feedback is immediate and fre- 
quent, and instruction which is interactive, the LD teacher should 
organize lessons that emphasize teacher directed instruction. Un- 
fortunately, unless teachers consciously build interactive instruction 
* into their lesson plans LD students are not likely to receive it. 

Although it is important for the LD teacher to interact with the 
students, not all kinds of interactions are equally valuable. Not sur- 
prisingly, interactions which are academic have been found to be 
more effective in facilitating student achievement than interactions 
that are social or managerial. The teacher who can minimize the 
amount of time he or she spends maintaining order, telling students 
where to sit, or what materials to get will have more time to tell 
students how to decode new words or reduce fractions. 

Academic interaction may take m*ny forms. "Teacher talk" can 
provide information, ask questions, or react to student performance. 
Each of these kinds of academic interactions appears to be useful in 
improving the learning of some students, at some grade levels, and 
on some kinds of learning tasks. There is no consensus on whether 
one kind of "teacher talk" should be utilized more frequently or 
whether there is an appropriate blend that might work best. However, 
several trends have been identified. 

A great deal of the early Tesearch into styles of academic inter- 
actions focused on the degree of "directness" of the teacher talk. 
Direct talk meant giving information, lecturing, or demonstrating 
verbally. Less direct talk meant asking leading questions which were 
supposed to elicit information from the students. Some investigators 
in the 1960's felt that it was more advantageous f jr the teacher to 
be lesF direct and that interactions within the ckssrooin should be 
aimed at eliciting student responses (Flanders, 1970). Flanders ex- 
pected to see greater student achievement gains in classrooms where 
the teacher spent more time asking questions than lecturing, for 
example. In a number of studies which categorized teacher-student 
interactions in the classroom, he found that this was not necessarily 
the case. Flanders concluded that more direct styles of teacher-stu- 
dent interaction might be more appropriate when students are trying 
to learn factual information. 

A second form of academic interaction is questioning. Questioning 
students *«rves a number of important functions. First, it is a type 
of drill and review for students. Second, it provides a means of overt 
student participation during which the teacher can be assured of the 
students' involvement. Third, it provides a means by which the teacher 
can monitor the students' understanding of the lesson. 

The first studies to compare the usefulness of teacher questioning 
led to speculation that questioning was of greater value in classes 
devoted to basic skills instruction (usually earlier grades) or in classes 
devoted to factual learning (Flanders, 1970). Later studies have shown 
that the number of academic questions asked by the teacher per class 
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period is highly linked to student achievement gains (Stallings & 
Kaskowitz, 1974). In one study comparing more successful teachers 
with less successful teachers in junior high mathematics instruction, 
it was found that more successful teachers asked an average of 16 
more questions per class, than less successful teachers (Evertsoi , 
Anderson, & Brophy, 1978). 

The positive correlation between questioning and student achieve- 
ment is strongest when there are straightforward answers to the ques- 
tions (Brophy & Evertson, 1974). This suggests that it is most 
appropriate to use questioning techniques for reviewing and prac- 
ticing material that has already been presented (Soar & Soar, 1973). 
Asking questions which students are likely to answer correctly also 
provides students with an opportunity for success. 

A third important way in which the teacher interacts with students 
is by providing students with feedback on their academic perfor- 
mance. If students are to benefit from independent practice, they 
must know if their work is correct and, if not, what needs to be done 
to correct it. Even if students' work is correct, it is important that 
they roceive feedback from the teacher. Feedback in general facili- 
tates learning. It not only helps the student to whom it is directed 
but, in group lessons, it provides everyone with information with 
which io evaluate academic performance. 

However, feedback and praise should not be considered synon- 
ymous terms, and the teacher must be very cautious in the use of 
praise with high school students. We have long been aware that 
praise can serve as a powerful reinforcer for students, but some 
researchers claim that, at the secondary school level, praise is only 
useful if it is used sparingly, that is, when only 5-10% of student 
responses are praised (Stallings, 1975). When praise is used too fre- 
quently it may no longer serve as a reinforcer. 

Many special educators use praise statements spontaneously to 
create a warm atmosphere, to achieve a sense of equilibrium after a 
severe criticism to a particular student, to encourage students having 
difficulty, or merely as a perfunctory part of transitions ("you did a 
good job today") (Brophy, 1981). Care must be taken so that praise 
does not lose its power as a behavior modifier or reinforcer by being 
overused. It is prudent to tailor the use of praise to the needs of 
individual students in the class. Younger or more anxious students 
might profit from the use of praise more than older, more self-assured 
students. Finally, a good rule of thumb in using praise as a reinforcer 
for high school students is to provide only contingent praise, that 
is, praise which specifies the particular behavior/performance that 
the teacher finds praiseworthy. 

STRUCTURING LESSONS , 

LD students do not find learning easy. To profit from instruction, 
they need lessons that are clearly presented, well sequenced, and 
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well organized. Regardless of lesson content, the teacher should be 
concerned about the clarity of his or her explanations, the sequence 
of the instruction, and the organization and format of his or her 
teaching. 

Clarity might best be described as the absence of vagueness, un- 
certainty, and irrelevant information in presentations. A recent study 
by Lana and Smith (1979) showed that lack of clarity reduces student 
achievement. In this study, identical lessons were presented to two 
matched groups of students, but in the presentat m to one of the 
groups the teacher injected vague terms such as "sort of" and "maybe." 
The results showed that the explicit addition of vagueness to the 
lesson reduced the achievement of students in that group. Other 
studies have shown that when the teacher gets "off the track" by 
injecting irrelevant content into the lesson, students learn less. LD 
secondary teachers must develop clear presentations of new infor- 
mation and avoid vague language, digressions, and discontinuities 
whenever possible. 

The order in which information is presented to students is also 
an important element in their learning (Kallison, 1980). Order may 
be conveyed to students by having teachers repeat key concepts as 
they move from one part of the lesson to the next. Or, they may 
follow a "rule-example-rule" sequence of presentation in which 
teachers state a concept, provide an elaboration of the concept, then 
restate the concept or rule before moving on. These approaches to 
presentation emphasize constant repetition of key concepts and fol- 
low a sequence which builds towards final mastery of information. 
There are studies that show that these techniques are related to higher 
student achievement (Smith & Sanders, 1981; Rusenshine, 1976). 

There is some evidence that students will learn more if they are 
aware of the teacher's lesson structure. A number of studies in the 
late 1960's showed that students scored significantly higher on post- 
tests if they were given an organizational diagram of the structure 
cf the lesson before the lesson was presented. Kallison (1980) ex- 
amined lessons in which the structure was made explicit by the 
teacher as the lesson progressed. The teacher would explain the 
organization at the beginning of the class, announce when transitions 
were about to occur, point out how different segments of the lessons 
related to one another, and provide a review at the end of the lesson. 
Kallison's comparisons of two lessons which were identical, except 
for such explicit lesson structuring by the teacher, showed a trend 
toward greater student gain when lesson structure was made explicit. 
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4 Beyond Direct 
Services for the Learning 
Disabled Adolescent 



A comprehensive program for LD adolescents is likely to include 
more than direct instruction. For that reason, we will now discuss 
the indirect services that will also be part of the responsibilities of 
the LD teacher. 

By indirect services we mean those liaison activities the LD ceacher 
performs with regular educators who teach LD students in the main- 
stream. We dovote less space to a discussion of indirect services than 
direct services but that in no way reflects our regard for their sig- 
nificance. Many special educators share with us the view that active, 
ongoing communication with regular educators is an essential part 
of special education services for secondary LD students. Miller and 
Sabatino (1978) found that LD students served by teacher consultants 
with no additional direct services did well, or better, in school than 
peers who received resource room instruction. Idol-Maestas (1983) 
reviewed several training programs and was encouraged by evalu- 
ation findings that suggest a positive impact of consultative services 
on student achievement. 

Therefore, although LD teachers already contend with the heavy 
demands on time, energy, and ingenuity to prepare and deliver direct 
instruction, they should also give time and thought to the indirect 
service component of their jobs. 

Providing indirect services is essentially a systematic communi- 
cation effort. The goal of this effort is to make it easier for the LD 
student to meet the demands of the mainstream and graduate from 
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high school. The key personnel with whom the LD teacher must 
communicate include the school administrators, the LD student's 
counselor, and the student's regular education teachers. 

LD students often have histories of inappropriate school conduct 
and frequently find themselves in the principal's or vice-principal's 
office. They also tend to fail courses because of poor attendance 
(Zigmond et al., 1984). If the LD teacher makes certain that school 
administrators understand the LD students' problems and the LD 
teacher's goals for these students, the administrator may be more 
useful in developing cooperative plans for keeping the students in 
school and in compliance with school expectations. Collaboration 
between the LD teacher and school administrators communicates to 
the rest of the staff that special education is important in the eyes 
of the power structure within the school, and that the program's 
personnel and students are an integrd part of the school and worthy 
of attention and consideration. Special educators generally need this 
"official" sanction in order to get cooperation from mainstream 
teachers. 

The LD student's counselor is another key person with whom the 
LD teacher must communicate. In most high schools, the counselors 
are responsible for scheduling. The LD teacher needs to have a cur- 
rent copy of each student's schedule to know who the student's 
regular education teachers are. Through the counselor the LD teacher 
can monitor each student's progress in regular education classes and 
be alerted when a student receives poor grades. 

Because the counselor is in charge of student scheduling, he or 
she is in a position to make decisions about the electives and vo- 
cational courses to which an LD student is assigned. In some school 
districts there is a prescribed program for special education students. 
In many others, however, beyond the basic high school requirements, 
the student's course of study is planned by the school counselor. 
Selection of courses may be a matter of expedience, with the coun- 
selor guessing what courses the student can pass, or selecting courses 
that meet at convenient times. Since it is important that the LD 
student's high school program be realistic in terms of high school 
graduation and post-high school adjustment, it is useful for the LD 
teacher to have input into the choice of courses. A good working 
relationship with the school counselor makes this possible. 

The LD teacher will also want to have contact with all of the 
regular education teachers who have LD students in their classes. 
Through this contact, the LD teacher can coordinate the program of 
instruction in special education with the demands of the mainstream. 
Time spent with the LD teacher can be spent reinforcing skills, par- 
ticularly compliance behaviors and study skills, that LD students 
need in their regular classes. Instruction and practice in reading 
comprehension, written language, mathematics, or almost any other 
skill can utilize materials from regular education classes. 




To carry out a program of indirect services, the LD teacher can 
initiate formal or informal contacts with the school staff. Informal 
contacts are those in which the LD teacher simply makes a point of 
interacting with the faculty, by participating in school activities such 
as sponsoring a club or sharing administrative assignments such as 
hall duty (although in many schools special educators are exempt 
from administrative assignments). Some LD teachers initiate more 
formal communications by systematically contacting all of their stu- 
dents' regular education teachers, in person or by memo, so that each 
mainstream teacher is aware that the LD teacher is interested in the 
student and will support both the student and the regular education 
teacher in the mainstreaming effort. Another way of communicating 
with the regular education staff is to share with them an overview 
of the LD program: how the program is organized, what materials 
are used, what skills are taught, and what teaching techniques are 
employed. This can be done in a newsletter, through conversations, 
or by holding an "open house" periodically, during a preparation 
period, lunch period, before or after school, or during the "down 
time" of an inservice or clerical day. Regular educators are often 
totally unfamiliar with what a special education program is like. 

Other forms of communication with the staff might be to conduct 
an inservice or to work intensively with a mainstream teacher to 
develop and implement instructional alternatives for LD students in 
his or her classes. These kinds of contacts are often very helpful to 
the regular education teachers as well as to the LD student (Laurie, 
Buchwach, Silverman, & Zigmond, 1978), but they are time-consum- 
ing. It may be unrealistic to expect an LD teacher to prepare inservice 
activities or to work in a consulting capacity with many teachers. If, 
however, there is administrative support for the LD program and if 
the teacher has established a good working relationship with the 
administration, release time for these tasks may be provided for the 
teacher. School administrators are often aware of the problems posed 
by the LD students in regular classes. If the LD teacher organizes a 
plan for implementing indirect services and presents it convincingly 
and professionally to *he school administration, approval for the 
necessary release time may be forthcoming. 

Whatever the format for communicating with regular educators, 
the major tasks of the LD teacher are to share and to collect infor- 
mation. Regular educators need to know about the LD program and 
they may need specific information about specific students. The LD 
teacher needs to know about the setting demands of the mainstream 
and about their students' performances so that they can design in- 
struction that is appropriate and useful. 
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5 Recommendations for 

the Learning 
Disabilities Teacher 
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The task of teaching LD students at the high school level is formidable 
indeed. In this monograph, we have reviewed program models which 
have been recommended for LD adolescents. We have described 
planning activities which should precede the delivery of instruction 
We have reviewed research which bears on the way instruction can 
be organized and the way students and teacher will spend class time. 
And we have outlined indirect, supportive services which should 
also be a part of a comprehensive LD program. 

We see the LD teacher as a decisionmaker. In the design and 
delivery of instruction, the teacher has many choices. We believe 
that a growing body of research on effective teaching practices in 
mainstream education can inform the decisions that the LD practi- 
tioner has to mate. We have used this research and our experiences 
in high schools to develop the following recommendations for the 
LD teacher: 

1. Select several curricular components and use each to a greater 
or lesser extent with individual students. No single model of 
services for secondary LD will satisfy the needs of all LD ado- 
lescents. For a comprehensive LD program, we recommend a 
resource room program combined with cooperative planning and 
consultative services. Within the lesource room setting we rec- 
ommend a balanced curriculum of basic skills instruction, learn- 
ing strategies, and school survival skills. 
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2. Conduct systematic, informal assessments at the start of each 
school year to help decide where to begin instruction in each 
curricular area to be taught in special education. Schedule fre- 
quent, direct assessments of student progress to stay informed 
about whether instructional objectives are being met and whether 
changes need to be made in a student's instructional program. 

3. Remember that motivating students is an important part of the 
LD teacher's job. Find out what students are interested in and, 
to the extent possible, incorporate their interests into learning 
tasks. Give students reasons to keep trying by relating the current 
academic hurdles to goals that are attainable in the not-too-dis- 
tant future. Institute both individual and group contingencies 
and reinforce students for active participation in the learning 
process. 

4. Plan instruction carefully. Establish priorities so that planning 
time is used efficiently. Devise recordkeeping systems that are 
precise and that serve several purposes. Organize the physical 
space of the classroom so that it is neat, attractive, and supports 
the instructioi al program. Design the daily and weekly schedule 
to maximize the time students spend in teacher directed learning 
and monitored seatwork. Establish classroom management pro- 
cedures so that students know what to expect and how to behave. 

5. Maximize the amount of time LD students have to learn new 
skills. Plan lessons that reduce the amount of class time devoted 
to transitions, getting materials, and getting students organized. 
Use sound behavior-management tactics to minimize the amount 
of classroom time taken up with disciplinary matters. Plan more 
activities in which students participate overtly. * Maintain a friendly 
yet business-like atmosphere in the classroom to discourage ab- 
senteeism. 

6. Structure the classroom and daily activities so that the teacher 
is actively directing instruction for the maximum amount of time 
with the maximum number of students without compromising 
the goal of an individualized educational program for LD stu- 
dents. Plan more discussion and question-and-answer activities 
and fewer independent seatwork activities. Use question-and- 
answer times to individualize instruction. Plan for seatwork ac- 
tivities only when they can be monitored closely. Consider 
grouping for instruction not only as a means of providing more 
teacher directed instruction to more students but also as a means 
of keeping students overtly involved and on task. 

7. Maximize the amount of time talking to students about academic 
content. Provide information in the form of lecturing, giving 
examples, and providing explanations. Question students a great 
deal. Questions should require short, factual answers which stu- 
dents are likely to know. Use questioning for drill and review 
as well as for checking the level of understanding. Always let 
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students know, either verbally or nonverbally, whether their 
answers are correct cr incorrect. Praise students sparingly and 
be cautious that praise is contingent and specific. Rarely or never 
criticize students for poor performance. 

8. Provide for clarity in lessons by eliminating irrelevant infor- 
mation from class discussions and reducing the level of vague- 
ness in lesson presentations and directions. 

9. Structure lessons so that they are easy for students to follow. 
Make certain that students can discern what is important in each 
lesson. Pay particular attention to sequencing of instruction. 
Identify the structure of the lesson at the beginning by stating 
the lesson objectives or by providing an anticipatory set. Or 
simply outline "what we are going to do today." Use transition 
statements. Be explicit about how one segment of the lesson 
relates to other segments and end lessons with a summary of 
what has transpired. 

10. Devote at least some portion of each day to indirect services, 
that is, liaison work with the rest of the school faculty. Consul- 
tation with mainstream teachers and administrators is an integral 
part of a comprehensive program of services to the LD adoles- 
cent. 
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